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Abstract
The purpose of this quantitative study was to examine whether there are differences
between racial groups in elementary students’ self-reported mental health. The
Minnesota Department of Education gathered data from Minnesota school districts
via the 2019 Minnesota Student Survey, an online survey completed by over 44,000
fifth grade students. Data were collected from the Minnesota Department of
Education website, a publicly available source. Reverse engineering was employed
by calculating the mean for each group in order to calculate the differences in groups
using an analysis of variance (ANOVA). Results of this study indicate that American
Indian/Alaska Native students, Asian or Native Hawaiian Pacific Islander, and
Hispanic or Latinx students have significantly higher levels of worrying a lot
compared to White students. Black or African American students did not have a
significant different level of worrying a lot compared to White students.
Additionally, the results suggest that American Indian/Alaska Native students, Asian
or Native Hawaiian Pacific Islander, and Hispanic or Latinx students have
significantly higher frequency in feeling sad without knowing why compared to
White students. Black or African American students did not have a significant
different level of feeling sad without knowing why compared to White students. The
findings suggest that while the Minnesota Student Survey was valid and reliable,
further research is needed to explore the differences between racial groups in
elementary students’ self-reported mental health. A survey created and administered
solely to measure mental health could provide additional details.
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Chapter I: Introduction
Introduction to the Problem
Historical systemic racism in the United States has resulted in deleterious
outcomes for people of color. The oppressive aftermath is widespread and includes a
persistent academic achievement gap (Grunwald & Nath, 2019), increased suspension
and expulsion rates (U.S. Department of Health and Human Services; Department of
Education, 2014), lower graduation rates (Grunwald & Nath, 2019), higher levels of
incarceration (Minnesota Department of Corrections, 2020; Nellis, 2016), higher rates
of poverty (Federal Interagency Forum on Child and Family Statistics, 2019), and
lower access to mental health care (Gomez, 2015).
Researchers have revealed that racism negatively impacts behavior in children
who experience racism and is linked to mental health issues for people of color
(Masko, 2005). Traditional consequences for school misbehavior such as suspensions
and expulsions have adverse effects on education, including the delay of
identification of behavioral or mental health needs as well as lack of academic growth
due to reduced time in school (U.S. Department of Health and Human Services;
Department of Education, 2014). Correlations have been made between students
identified as having mental health problems and significantly low academic
performance on standardized tests (Guzman et al., 2010).
Inequities between children of color and White children are becoming more
prominent due to the projected growth in the number of children in the United States
from 2018 to 2050, with an increase of children of color and a decrease of White
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children (Federal Interagency Forum on Child and Family Statistics, 2019).
Continued efforts to address the achievement gap are necessary as we anticipate large
increases in racial diversity by 2050 (Byrd, 2020). Even as early as 2026, the
National Center for Education Statistics anticipates U.S. school populations will be
55% students of color compared to 45% White students (Byrd, 2020).
McGee (2015) asserted that there is not enough focus on the social
inequalities created by racism specific to academic, mental, and emotional wellbeing. Given the negative impact of systemic racism and the importance of mental
health, examining the mental health of elementary-aged students of color is critical.
Statement of the Problem
Persistent structural inequities and institutional racism in the education system
have long-term, detrimental effects on our youth. Institutional racism in the
educational system is evidenced in practices and policies that result in
overidentification of students of color to receive special education services and the
lack of culturally connected curriculum and instruction, thereby structuring access for
students who are privileged and disproportionate disciplinary outcomes for Black and
Hispanic students compared to White students (Gorski, 2019).
Disproportionate outcomes exist in the state of Minnesota. Students of color
account for 31% of the population; yet, they represent 66% of all suspensions and
expulsions and are two times more likely to be suspended or expelled as compared to
White students (Minnesota Department of Human Rights, 2018). Black students are
eight times more likely and American-Indian students are 10 times more likely to be
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suspended or expelled than White students. Additionally, in Minnesota, racism has
led to an academic achievement gap between White students and students of color
(Grunwald & Nath, 2019) as shown in Table 1 (Minnesota Department of Education,
2021b), which further exacerbates social inequalities for students of color. Poor
academic performance has been correlated with lower graduation rates (Grunwald &
Nath, 2019) illustrated in Table 2 (Minnesota Department of Education, 2021d),
higher incarceration rates (Minnesota Department of Corrections, 2020; Nellis, 2016),
and higher unemployment rates (Minnesota State Demographic Center, 2017).
Table 1
Fifth Grade Minnesota Comprehensive Assessment Test Achievement Levels 2019

Race/Ethnicity
American Indian or Alaska Native
Asian
Black or African American
Hispanic or Latino
White

Math _
% Proficient
24
54
26.3
29.6
61.7

Reading__
% Proficient
42.3
60.6
42.5
46
75

Table 2
Minnesota Student Group Data: Four-Year Graduation Rates 2019
Student Demographic Group
American Indian or Alaska Native
Asian
Black or African American
Hispanic or Latino
White

% Graduation Rate
50.8
87.6
69.9
69.9
88.7

Education has perpetuated racism by “maintaining White dominance” (Kohli,
2008, p. 179), resulting in adverse effects. Scholars show that racism and
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discrimination lead to lower self-esteem, threatened well-being, symptoms of
depression, behavioral and mental health problems, and distress (Chao & Green,
2011; Jackson, Yoo, Guevarra, & Harrington, 2012; Masko, 2005; McGee & Stovall,
2015; Wakefield & Hudley, 2007). Barnes (2019) revealed that families who are of
color and have lower socio-economic status have a higher risk of mental health
disorders, conduct issues, and complex trauma. Additionally, Black and Latinx
children have lower rates of access to mental health services as compared to their
White counterparts. Mental health disorders that go untreated can have long-term
effects, including suicidal behavior, poor academics, and unemployment (Kataoka,
Zhang, & Wells, 2002; Powers, Wegmann, Blackman, & Swick, 2014).
Researchers have determined that racism negatively impacts mental health,
affecting mental efficacy of students of color (Gomez, 2015; McGee & Stovall,
2015). While the Every Student Succeeds Act (ESSA), a part of federal legislation,
requires the inclusion of academic achievement data disaggregated by racial group
(Every Student Succeeds Act, 2016) and the Minnesota Department of Education
requires schools to report disciplinary data disaggregated by racial group (Minnesota
Department of Education, 2021a), there are no federal or state requirements to report
or measure students’ well-being. Due to limited research on this topic at the
elementary level, it is imperative that a study be conducted to examine the mental
health and well-being as self-reported by our elementary aged students. Specifically,
there is a need to better understand the mental health of students from racial minority
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populations such as Black/African American, Hispanic or Latino/Latina, and
American Indian or Alaskan Native in their early years of education.
Purpose of the Study
The purpose of this quantitative study was to examine whether there are
differences in elementary students’ self-reported mental health on the 2019 Minnesota
Student Survey between racial groups.
Research Questions and Hypotheses
Overall Question: Are there statistically significant differences in emotional
well-being and distress between elementary White students and students of color?
RQ1) Is there a statistically significant difference in worrying between
elementary White students and students of color?
Null: There is no statistically significant difference in worrying between
White students and students of color.
Alternate: There is a statistically significant difference in worrying between
White students and students of color.
RQ2) Is there a statistically significant difference in feeling sad without
knowing why between elementary White students and students of color?
Null: There is no statistically significant difference in feeling sad without
knowing why between White students and students of color.
Alternate: There is a statistically significant difference in feeling sad without
knowing why between White students and students of color.
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Significance of the Study
Institutional racism exists in our schools, resulting in microaggressions
(Gomez, 2015), disproportionate disciplinary outcomes, over-identifying students of
color in special education services (Gorski, 2019), and under-identifying students of
color for gifted and talented services (Grishom & Redding, 2016). The United States
has a historically persistent racial achievement gap between White students and
students of color (Byrd, 2020), and Minnesota has one of the most significant
achievement gaps in the nation (Guzman et al., 2011).
Racism has detrimental effects on the mental health of students of color
(Priest, Perry, Ferdinand, Paradies, & Kelaher, 2014). Untreated mental health issues
can have long term repercussions. Depressed children are at a higher risk for suicidal
behavior, poor academics, substance abuse, and unemployment (Kataoka, Zhang, &
Wells, 2002). Barnes (2019) stated that “racial discrimination contributes to stress
and trauma of people of color” (p. 627). Furthermore, Barnes reported that no studies
have revealed the role racism has on student mental well-being even after studying
social emotional well-being over the last 20 years in urban schools.
With an increase in mental health issues due to racism (Chao & Green, 2011)
and one of the largest achievement gaps in the nation (Grunwald & Nath, 2019), it is
critical to study whether there are differences in mental well-being between racial
groups in Minnesota elementary school students. Results from this study revealed if
the state also has a well-being gap.
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The findings from this study may be used to guide legislative decision-making
in school reform and school funding. The study results may also assist district and
school-level leaders to plan for staff development, as well as determine funding for
staffing and programs. Finally, the study findings may increase teachers’ cultural
responsiveness by increasing their understanding of the experiences and needs of
students of color. The aim of the study was to contribute to making the education
system more equitable so that all students and communities are served well.
Definition of Terms
Achievement Gap - “The difference…between how well low-income and
minority children perform on standardized tests as compared with their peers. For
many years, low-income and minority children have been falling behind their white
peers in terms of academic achievement” (U.S. Department of Education, 2004, p. 1).
Adverse Childhood Experiences (ACEs) - “potentially stressful and/or
traumatic events that can lead to a variety of negative, physical, mental, and
behavioral health problems, including premature death” (Fagan & Novak, 2019, p.
395).
Critical race theory (CRT) - the framework to examine power structures that
perpetuate racial inequities (Gomez, 2015; Kolivoski et al., 2014; Masko, 2005;
Pulliam, 2017). Critical race theory has a goal of transforming racial hierarchical
lines (Beard, 2018; Brown et al., 2019) as well as exploring the achievement of and
disciplinary actions enforced on marginalized students (Beard, 2018).
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Discipline Gap - students of color receive disproportionate rates of
disciplinary action in schools as compared to their White peers. Disciplinary referrals
lead to ramifications such as suspensions, expulsions or exclusion from the
classroom, which may result in academic gaps (Gregory et al., 2010).
Institutional Racism – racial inequalities found in policies and routine
practices in institutions that accumulate over time, which impact areas such as
education, employment, housing, and policing (Phillips, 2010).
Microaggressions - brief and commonplace daily, verbal, behavioral, and
environmental indignities, whether intentional or unintentional, that communicate
hostility, derogatory, or negative racial slights and insults to the target person or
group (Gattis & Larson, 2017).
Race - “ascribed category of persons with shared genetic, biological, and
physical features... we understand race to be a socially constructed category defined
largely by physical differences” (Wakefield & Hudley, 2007, p. 148).
Racism - “a belief that race is a fundamental determinant of human traits and
capacities and that racial differences produce inherent superiority of a particular race”
(Merriam Webster, 2021). Racism manifests in many ways: expressed beliefs,
emotions, behaviors and actions, and verbal and physical insults and threats
(Behrman & Paradies, 2010).
Structural racism - a result of racist attitudes that influences policies and
practices, which are then systematized in institutions, resulting in racial inequities in
society (Morris et al., 2018).
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Organization of the Remainder of the Study
Chapter Two reviews literature relevant to this study, including critical race
theory, racism, structural racism, institutional racism in schools, and factors
contributing to poor mental health in elementary students. Chapter Three discusses
methodology, including research design, research questions, hypotheses, variables,
instrumentation and measures, sampling design, data collection procedures, data
analysis, limitations and delimitations, and ethical considerations. Chapter Four
reveals findings from the study. Chapter Five discusses the implications for practice
and recommendations for future research.
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Chapter II: Literature Review
Introduction
This literature review begins by defining critical race theory (CRT) followed
by a focus on factors which have long-term, negative effects on mental health for
people of color. These factors include adverse childhood experiences,
disproportionate disciplinary outcomes, the achievement gap, incarceration, higher
unemployment rates, and disproportionate home ownership rates. Finally, differing
levels of racism, specifically structural and institutional, are defined and
contextualized in the education system.
Critical Race Theory
Racism has become normalized in American society, making it difficult to
identify and address (Kolivoski, Weaver, & Constance-Huggins, 2014). Critical race
theory (CRT) provides a framework to examine power structures that perpetuate
racial inequities. These inequities are addressed by cultivating approaches for
transformation and legitimizing counternarratives of the dominant culture (Gomez,
2015; Kolivoski et al., 2014; Masko, 2005; Pulliam, 2017).
Critical race theorists make the assertion that race is socially constructed, with
each racial identity having its own history in which it has gained or lost privilege
(Gomez, 2015; Kolivoski et al., 2014; Masko, 2005; Pulliam, 2017). Social
limitations such as employment, housing, and health care create conditions where
dominant ideas are perpetuated, causing negative results for people of color (Brown,
Davis, Hernandez, & Ming, 2019). The risk of perpetuating a single-truth model, as
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it relates to race, is that it ignores the complexities and varied issues of race within the
United States (Masko, 2005). Those who ignore race, or are in power, fail to
eliminate racism because it disrupts normalcy for the dominant culture, which in the
United States has historically been Whites (Kolivoski et al., 2014).
Critical race theory has a goal of transforming racial hierarchical lines (Beard,
2018; Brown et al., 2019) as well as addressing the achievement gap and inequitable
disciplinary actions enforced on marginalized students (Beard, 2018). Critical race
theorists McGee and Stovall (2015) discussed the adverse effects of racism and
discrimination on the mental health of Black students. Through a race-conscious
lens, critical race theory in education examines trauma occurring in communities of
color (McGee & Stovall, 2015) as well as Whiteness in teacher education (Sleeter,
2017). Gaps in education achievement and opportunity ultimately affect longevity
and quality of life (Beard, 2018).
Racism
Racism is “a belief that race is a fundamental determinant of human traits and
capacities and that racial differences produce inherent superiority of a particular race”
(Merriam Webster, 2021). Behrman and Paradies (2010) asserted that racism
manifests in many ways: expressed beliefs, emotions, behaviors and actions, and
verbal and physical insults and threats. An example of racist manifestation is the
stereotype, existing since slavery, that Blacks are less intelligent, criminals, loud, and
have less social status (Gomez, 2015).
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Racism is complex, functions within multiple levels, and is deeply rooted in
our social structure (Berman & Paradies, 2010). Morris, Fabersunne, Scott, and
Saldaña (2018) defined structural racism as “the ways in which racist attitudes are
reproduced and systematized within institutions, policies and practices, thereby
perpetuating race-based inequity in society” (p. 552). Structural racism has
damaging, sweeping effects for people of color in relation to bias and implicit bias in
schools, disproportionate disciplinary outcomes, the achievement gap, incarcerations,
higher unemployment rates, home ownership rates as compared to White people
(Berman & Paradies, 2010), and housing and school segregation (Gee, Walsemann, &
Brondolo, 2012).
Consequences of structural racism. Structural racism is widespread and has
a profound impact on youth of color, including increased experiences in family
instability, higher chances of not graduating high school, exposure to violence in the
family and community (Nellis, 2016), and poor health and wellbeing of children due
to a lack of resources (Priest et al., 2012). Victims of racism have higher rates of
substance abuse, low self-esteem, increased mental distress, and mental and physical
health concerns (McGee & Stovall, 2015; Nadal, Griffin, Wong, Hammit, & Rasmus,
2014). Structural racism is evidenced by disproportionate frequency of arrests,
number of criminal offenses, and rates of people of color in our state prisons (Nellis,
2016). These disturbing facts are a result of networked, systemic disadvantages that
racial minorities endure prior to being a part of the criminal justice system (Powers,
Wegmann, Blackman, & Swick, 2014).
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Prison system: incarcerations. Nationally, Black people are incarcerated five
times more than White people (NAACP, 2021; Nellis, 2016), Blacks are five times
more likely than Whites to be stopped without just cause (NAACP, 2021), and Blacks
receive more serious sentences than Whites who commit the same offenses (Mitchell,
2005). In 12 states, Black people comprise half of the prison population. Criminal
justice system inequities effect other minority groups as Latinos are imprisoned at 1.4
times the rate of Whites (Nellis, 2016).
An analysis of 2014 data summarizing the United States male prison
population who have served at least one year in prison showed that 37% (516,900)
were Black males, 32% (453,000) were White males, and 22% (308,700) were
Hispanic males. Black males had the highest imprisonment rates in all age groups
and were imprisoned 3.8 more times in state facilities and 10.5 more times in federal
facilities than White males (Bureau of Justice Statistics, 2015). Furthermore, in 11
states, one in 20 Black males were in prison.
There is an increased likelihood for Blacks to be charged under habitual
offender laws compared to Whites who commit similar offenses (Nellis, 2016). For
example, while only 5% of illegal drug users are Black, they comprise 29% of the
individuals arrested and 33% of the individuals incarcerated for illegal drug use
(NAACP, 2021). These inequities result in a lower trust in law enforcement (Hajek et
al., 2006).
There are also disproportionate experiences within Minnesota’s Department of
Corrections. In Minnesota, Black people are incarcerated 10 times the rate of White
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people, which is double the national rates (Nellis, 2016). Latinos are imprisoned at a
rate of three to one as compared to Whites in Minnesota. Of the Minnesota prison
population, 37.2% of the prisoners are Black, 57.1% White, 5.5% Hispanic, and 8.2%
American Indian (Minnesota Department of Corrections, 2019). This is an
overrepresentation of minority populations as compared to the overall population of
7% Black, 83.8% White, 5.6% Hispanic, and 1.4% American Indian in Minnesota
(United States Census Bureau, 2019).
When considering disproportionate incarceration rates in the United States
and in Minnesota, it is important to note that 10% to 20% of prisoners suffer from
serious mental health illnesses, which frequently worsen while being incarcerated
(NAACP, 2021). The aftermath of incarceration extends beyond the inmates:
partners of prisoners often suffer from depression and children of prisoners
experience psychological stress, have increased school suspensions, and are six times
more likely than those without a parent in prison to participate in criminal activity
(NAACP, 2021). Perpetuated by structural systems that increase the likelihood of
incarcerations, Black individuals experience disproportionate rates of poverty, live in
disadvantaged and segregated neighborhoods, and experience higher unemployment
rates (Nellis, 2016).
Employment discrimination: higher unemployment rates. The devastating
effects of socioeconomic categorization on people of color perpetuates racial
inequities in the United States, including the disproportionality in unemployment
rates, income, and poverty. According to the Minnesota State Demographic Center
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(2017), 4% of Minnesotans were unemployed, with American Indians most likely to
be unemployed (15%), followed by Black people (8%) and then Hispanic people
(5%). White people have the lowest rate of unemployment at 3%.
Not only do people of color have higher rates of unemployment in Minnesota,
they also suffer from disproportionate incomes. While the 2017 median income in
Minnesota was $68,400, the median income for American Indian people was
$36,900, the median income for Black people was $38,100, and the median income
for Hispanic people was $50,900. White people had the highest median income of
$71,900 (Minnesota State Demographic Center, 2017). In a similar pattern, there
exists disproportionate rates of poverty. Minnesota recorded a 10% rate of poverty,
but when examining poverty by race, American Indian people had a 29% rate of
poverty, Black people had a 28% rate, Hispanics had a 19% rate, and White people
had the lowest rate of poverty at 7% (Minnesota State Demographic Center, 2017).
Disproportionate poverty has broad effects on youth of color. One in five
(20%) youth in poverty display emotional-behavioral challenges (Blitz, 2016). In
comparison, 6.4% of children from financially stable households exhibit emotionalbehavioral challenges (Blitz, 2016). Yet, individuals in poverty have lower access to
mental health support (Mitchell, Reason, & Finley, 2019). Challenges such as cost of
services or lack of insurance are the most common reasons for not receiving mental
health services amongst people of color (Substance Abuse and Mental Health
Services Administration, 2015). Ultimately, the lack of treatment influences a child’s
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social-emotional, cognitive, and academic development (Blitz, 2016; Garo, AllenHandy, & Lewis, 2018).
There is a high relationship between race, the achievement gap, and poverty.
Researchers discovered that while race is an important factor, academic achievement
is attributed most to socioeconomics. Thus, socioeconomic status serves as a main
contributor to the achievement gap (Byrd, 2020). Individuals must consider
eliminating socioeconomic gaps that exist between Whites and racial minorities
(Henry et al., 2020). For people of color, lower socioeconomic status results in low
academic achievement and decreased likelihood of attaining educational degrees,
which leads to smaller salaries compared to Whites (Henry et al., 2020). Wilkins and
Bost (2015) reported that students who do not graduate high school have increased
likelihood of incarceration, unemployment, and reliance on welfare.
Housing discrimination: Home ownership rates. The damaging impact of
structural racism related to unemployment, low wages, and living in poverty lead to
challenges for those wanting to purchase a home. Flat incomes for people of color, as
well as increased housing prices, play a negative role in home ownership (McCargo
& Strochak, 2019).
Minnesota posted one of the highest home ownership rates in the nation at
73%, which is 8% higher than the national average (Skobba, 2013). However,
Minnesota ranked 48th in the nation in home ownership among people of color
(Skobba, 2013). Minnesota has the largest disparities between White and Black home
owners with 74.8% of White people owning homes and only 28% of Black people
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owning homes (McCargo & Strochak, 2018). In the United States, Black males are
overrepresented among the homeless population, comprising almost half of the
homeless population (Gattis & Larson, 2017).
Systemic racism has played a part in Minnesota’s low home ownership. From
the 1930s to the 1960s, racially discriminatory housing policies included a race-based
rating system. Racially restrictive covenants were in place, which resulted in
segregation (Skobba, 2013). As recent as 2016, in Minneapolis, Minnesota, only
slightly more than 3% out of 2.7 million home owners were Black (McCargo &
Strochak, 2018).
In Minnesota, American Indian communities tend to be spread out
geographically (Grunwald & Nath, 2019). The highest portion of American Indian
populations live in northern Minnesota, with the lowest per capita income. Access to
broadband is connected to median per capita and poverty, translating into racial and
socioeconomic disparities in school districts. Students living in regions with high per
capita income have greater access to broadband connections, which affects access to
learning and enrichment for students, planning for educators, and opportunities for
school communities (Minnesota Department of Education, 2020a).
Youth who live in socioeconomically disadvantaged neighborhoods engage in
violent crimes 35% more often than their counterparts in more affluent
neighborhoods (De Lisi et al., 2017). A higher percentage of people of color live in
poor neighborhoods, which are often segregated (Powers et al., 2014). Children
living in disadvantaged neighborhoods have higher exposure to violent crime
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compared to children living in advantaged neighborhoods where small amounts of
violent crime exist.
Systemic disparities, such as living in a poor neighborhood and being
uninsured, contribute to conditions where marginalized communities experience a
lack of access to mental health services (Katakoa, Zhang, & Wells, 2002; Powers et
al., 2014). Regardless of age, White adults were more likely than their Black, Asian,
and Hispanic counterparts to receive mental health services (Powers et al., 2014;
Substance Abuse and Mental Health Services Administration, 2015). Youth of color
are substantially less likely to access mental health treatment as compared to White
youth, regardless of demonstrating similar levels of service needs. Once racial
minorities obtain assistance, they discontinue services early (Whitaker et al., 2018).
Disadvantaged communities tend to perpetuate a negative stigma about pursuing
mental health treatment (Priest, Perry, Ferdinand, Paradies, & Kelaher, 2014).
Institutional racism in schools. Racism has damaging effects on the
achievement and mental health of students of color, “diminishing their academic selfconcept, confidence and mental efficacy” (McGee & Stovall, 2015, p. 500). With
between 60% and 65% of elementary aged students experiencing racial
discrimination (Priest et al., 2012), educators play a fundamental role in addressing
discrimination, victimization, and bullying (Priest, Perry, Ferdinand, Paradies, &
Kelaher, 2014). Nationally, a mere 40% of students with emotional, behavioral, or
mental health disorders graduate from high school, in comparison to the national
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average of 78% according to the U.S. Department of Education (National Center for
Education Statistics, 2001).
Gomez (2015) identified institutional-level, such as school-level,
microaggressions as a changeable systemic trigger that results in mental health
disparities. Microaggressions are difficult to detect and victims may experience
increased amounts of stress (Gattis & Larson, 2017; Park, Wang, Williams, &
Alegria, 2017) that accumulates over time due to “vigilance that minority group
members use to ensure protection from discrimination and violence in hostile
environments” (Gattis & Larson, 2017, p. 8).
Disproportionate disciplinary outcomes. Even before kindergarten, Black
and Hispanic boys are disproportionately expelled and suspended in preschool (U.S.
Department of Health and Human Services; Department of Education, 2014). In
American preschools, Black boys compose 48% of the males who have been
suspended at least one time, yet make up only 18% of the total enrollment (U.S.
Department of Health and Human Services; Department of Education, 2014).
Hispanic and Black boys together compose 46% of all the males in preschool, yet
66% of them have been suspended at least one time (U.S. Department of Health and
Human Services; Department of Education, 2014).
Educators possess implicit biases which factor into disproportionate
disciplinary actions (Gregory, Skiba, & Noguera, 2010) where Black students are
more frequently referred to the office for minor disciplinary behaviors as compared to
White students (Smolkowski et al., 2016). Students of color often receive
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disciplinary action for subjective behaviors, such as being disruptive or disrespectful
(Skiba, Michael, Nardo, & Peterson, 2002; Smolkowski, Girvin, McIntosh, Nese, &
Horner, 2016). However, White students often receive disciplinary action for
objective behaviors, such as theft or fighting. Educators are more likely to report
minor behaviors as major behaviors when it comes to disciplinary actions towards
Black students (Smolkowski et al., 2016). Cumulative behavior referrals lead to
disproportionate suspensions and expulsions for students of color as compared to
White students for similar offenses. Specifically, Black students receive suspensions
two times more than White students, creating a disciplinary gap (Chin et al., 2020).
Among the negative outcomes of suspension, the U.S. Department of Health
and Human Services; Department of Education (2014) found that preschoolers who
have been suspended are 10 times more likely to drop out of high school and become
incarcerated than children who are not suspended. Negative disciplinary actions, as
well as policies and practices in schools, impact students of color the most,
potentially resulting in depression and suicidal attempts (Brown et al., 2019).
Expulsions and suspensions result in less academic and social time in the classroom
and reduce the opportunities to identify and attend to potential disabilities and mental
health issues (U.S. Department of Health and Human Services; Department of
Education, 2014). Finally, negative disciplinary measures and inequalities in
academic achievement experienced in school lead to negative health issues and
unemployment in adulthood (Morris & Perry, 2016).
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Achievement gap. A consistent effort to close the achievement gap for
underserved students continues in the United States (Byrd, 2020). According to the
U.S. Department of Education (2004), the achievement gap is defined as “the
difference…between how well low-income and minority children perform on
standardized tests as compared with their peers. For many years, low-income and
minority children have been falling behind their White peers in terms of academic
achievement” (p. 1).
In the United States, a persistent racial achievement gap exists. In examining
the National Assessment of Educational Progress (NAEP, 2015), out of a possible
scale score of 300, White students scored 30 points higher than Black students and 20
points higher than Hispanic students in reading. Similarly, on the 2015 eighth-grade
NAEP, out of a possible scale score of 500, White students scored 32 points higher
than Black students and 22 points higher than Hispanic students in math.
Given the concerning racial achievement gap in the United States, it is
alarming to consider that Minnesota has one of the largest achievement gaps in the
nation. For example, a gap exists in fourth grade which shows racial disparities in
standardized test scores (Guzman, et al., 2011). White students scored 20% higher
than Black students and 18% higher than Hispanic students on the Minnesota
Comprehensive Assessment test (Grunwald & Nath, 2019). Also observed is the 19%
growth in the gap between White fourth graders and American Indian fourth graders
over time (Grunwald & Nath, 2019). Notably, low standardized test scores from
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fourth graders can be used as a predictor for mental health risks (Guzman, et al.,
2011).
A college and career readiness gap exists for Black, Hispanic, and American
Indian/Alaska Native students. At the beginning of their high school experience, a
higher percentage of Black, Hispanic, and American Indian/Alaska Native students
expect to complete high school or less as compared to Asian or White students (Ross
et al., 2012). In line with these findings, a higher percentage of Asian or White
students planned to take college preparatory tests as compared to Black, Hispanic,
and American Indian/Alaska Native students.
Minnesota ranks first in the nation in college readiness for reading and third
highest in college readiness for math (Grunwald & Nath, 2019). Yet, Minnesota has
one of the largest gaps when isolating race with Black and Hispanic populations as
compared to White students in college readiness (Grunwald & Nath, 2019). In 2011,
34.2% of Hispanic students had less than a high school degree, which is linked to a
significant representation in the United States prisons, and low incomes while in the
workforce (Saenz & Ponjuan, 2011). Yet, this population of students have become
the largest racial minority group in the United States (Saenz & Ponjuan, 2011).
Historical data reveals disproportionate academic opportunities are made
available to non-White students as compared to White students (Grishom & Redding,
2016). For example, while Black students comprised 16.7% of the student population
in 2009, only 9.8% of all Black students engaged in gifted and talented programs
(Grishom & Redding, 2016). In addition, a disproportionality of students of color
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participating in Advanced Placement courses as compared to White students exists
(Banales et al., 2019). Researchers agree it is important to understand how
educational opportunities, social and emotional well-being, and the quality of life of
underserved students are impacted by systems in education (Beard, 2018), even at an
early age.
Before entering elementary school, Black and White students who participated
in kindergarten readiness programs demonstrated academic disparities, which
increased .10 SD (standard deviation) per year, reaching 1.0 SD in math and .75 SD
in reading by fifth grade (Henry, Cortes, & Vortuba-Drza, 2020). Nearly 43% of
White parents attained a bachelor’s degree in comparison to 14% of Black parents
(Henry et al., 2020). This data matters when considering that a gap larger than 1.0
SD exists between in-coming kindergarten students whose mother attained a college
degree and students whose mother did not graduate high school (Henry et al., 2020).
The federally funded Head Start program began in 1965 in order to close the
achievement gap and address other systemic issues impacting students of color such
as disciplinary gaps, and over-identification in special education (McCarthy &
Morote, 2009).
Head Start offered a robust program for students ages three to five years old,
as well as their families (Bitler, Hoynes, & Domina, 2014; McCarthy & Morote,
2009). With a comprehensive approach, Head Start assisted families with nutrition,
health, and socio-development services. McCarthy and Morote (2009) revealed
strong evidence that enrollment in Head Start positively impacted the graduation rates

30

and reduced criminality (Bitler, Hoynes, & Domina, 2014) for Black males in the
United States. Head Start also significantly increased educational achievement
(Bitler, Hoynes, & Domina, 2014).
Racial demographics of educators. The United States has a disproportionate
number of White teachers when compared to the number of students of color. Fiftyone percent of students are White (National Health Center for Statistics, 2019) while
80% of teachers are White (Byrd, 2020; Sleeter, 2017). This is important to note,
since White teachers tend to be more racially biased than teachers of color (Chin et
al., 2020). The disconnection between White teachers, who largely comprise the
educational system, and the life experiences of students of color (Shah & Coles,
2020) is concerning because it results in missed academic opportunities for students
of color.
The demographic population of students in schools has changed in recent
years and will continue to change in years to come (Byrd, 2020; Howard & Navarro,
2016). According to the National Center for Health Statistics (2019), the United
States experienced an increase from 73.4 million children in 2018 to 78.2 million in
2050. Of those children, in 2018, 49% were children of color and 51% were White.
By 2050, children of color are projected to comprise 61% of the U.S. school-age
population and White students are projected to make up 39%. With this projection, it
is important to consider if the racial demographics of educators will shift to align with
the increasing number of students of color.
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This issue is further exacerbated due to the lack of teacher education programs
offering courses that address systemic racism, therefore, promoting White culture
(Sleeter, 2017). Knowing that students as young as six years old are able to identify
the biases of adults (McKown & Weinstein, 2003), it is imperative that educators
acknowledge the repercussions of their biases on student learning, which results in
students being treated differently based on their race (Ferguson, 2003).
Factors Contributing to Poor Mental Health in Elementary Students
Mental health disorders are highly prevalent in the United States, with
approximately half of Americans meeting criteria for a DSM-IV disorder within their
lifetime (Kessler et al., 2005). Parents are often able to identify mental health and
behavioral concerns before a child turns age five (Gilliam & Sharer, 2006).
According to the National Research Council and Institute of Medicine (2009) mental
health disorders are experienced by 14% to 20% of children at any period of time. It
is even more alarming to consider that half of all lifetime mental health disorders start
by age 14, with 11 being the median age for developing anxiety or impulse control
disorders (Kessler et al., 2005).
Early mental health disorders correlate with low academic achievement,
which results in increased demands on our child welfare and juvenile justice systems
(Institute of Medicine, 2006). Evidence shows that expulsion rates of preschool
children for behavioral concerns is higher than comparable expulsion rates of students
in Grades k-12 (Gilliam & Sharer, 2006). Newman, Wagner, Cameto, Knokey, and
Shaver (2010) reported that students with disabilities, who also had emotional and
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behavioral disorders, comprised the largest group who did not graduate. Within four
years, 60% of these students were arrested. With this crucial information, it is
imperative to understand the impact of adverse childhood experiences (ACEs), as
well as home and school environments, on the mental health of elementary-aged
students.
Adverse childhood experiences (ACEs). Adverse childhood experiences
(ACEs) are “potentially stressful and/or traumatic events that can lead to a variety of
negative, physical, mental, and behavioral health problems, including premature
death” (Fagan & Novak, 2019, p. 395). Traumatic events include a range of abuse
and neglect, loss of a parent, separation or divorce, and exposure to substance abuse.
Systemic disparities, such as incarceration or violence in the home, financial struggles
(LaBrenz, O’Gara, Panisch, Baiden, & Larkin, 2020; Mosley-Johnson et al., 2018),
and the father or mother not having a high school education (Mosley-Johnson et al.,
2018) contribute to ACEs.
The impact of ACEs is detected early in a child’s educational experience.
Children who are exposed to multiple adverse childhood experiences receive “a flush
of hormones that can become toxic to the brain” (Hertel & Johnson, 2012, p. 25)
which negatively impact cognitive and academic abilities.
Jimenez et al. (2016) conducted a study of 1007 students from early childhood
to kindergarten. Half of the participants were identified as Black and a fourth of the
participants were identified as Latino. This study revealed a correlation between the

33

number of ACEs a student has with behavioral, academic and literacy challenges as
compared to those who do not have ACEs (Jimenez et al., 2016).
Children who experience ACEs are two and half times more likely to fail a
grade, perform lower on standardized tests, experience challenges with their receptive
and expressive language, and have difficulty with written expression (Hertel &
Johnson, 2012). Additional negative outcomes from adverse childhood experiences
include attention problems, aggression (Jimenez et al., 2016), cooperation, and social
interactions at school (Hertel & Johnson, 2012).
While over half of the U.S. population has endured adverse childhood
experiences, racial minority groups and individuals from low socioeconomic
backgrounds have higher rates of ACEs as compared to persons who are not in those
groups (De Lisi et al., 2017; LaBrenz et al., 2020; Mosley-Johnson et al., 2018).
Specifically, there is a substantial correlation between race and adverse childhood
experiences in regards to the negative consequences on mental health (LaBrenz et al.,
2020).
Mothers who face racial discrimination experience depression and stress,
which is historically associated with negative socioemotional development and poor
mental health of their children (Becares, Nazroo, & Kelly, 2015). The continual
stress in childhood results in a shift in the brain’s neural network and metabolic
system (Ausdale & Feagin, 2001; Slack, Font, & Jones, 2016; Zare et al., 2018). As a
result, individuals from racial minority and low socioeconomic background groups
experience considerably higher risks of developing depression, and their
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psychological well-being is negatively impacted (Mosley-Johnson et al., 2018; Slack
et al., 2016; Zare et al., 2018).
Individuals who experience numerous ACEs suffer from long-term mental
health challenges (De Lisi et al., 2017; Mosley-Johnson et al., 2018) including
“psychiatric and behavioral problems such as antisocial behavior” (De Lisi et al.,
2017, p. 1) that are associated with violence and engagement with criminal behavior.
Ultimately, each additional ACE increases the probability of participating in violent
and continuous crimes.
Racism: Impact on mental health of people of color. Black youth
encounter numerous stressors that their White counterparts do not experience,
potentially resulting in higher rates of depression (Gattis & Larson, 2017) and
loneliness that can result in poor health as they become adults (Priest et al., 2014).
Many Americans do not believe they are racist or that racism exists (Nadal, et al.,
2014). However, the same individuals may still engage in racist behaviors or have
racial biases, which have detrimental repercussions on people of color. Racial
discrimination is shown to correlate with distress symptoms and lower levels of
psychological regulation in people of color (Jackson, Yoo, & Guavarra, 2012).
Racial microaggressions are “brief and commonplace daily, verbal, behavioral,
and environmental indignities, whether intentional or unintentional, that communicate
hostility, derogatory, or negative racial slights, and insults to target a person or group”
(Gattis & Larson, 2017, p. 8). Examples of microaggressions relating to race are:
verbal or physical incidences with the intent to degrade the victim, communicating
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unaware prejudices of the offender through insensitive and rude actions toward the
victim, and invalidating or negating the victim’s experiences (Gattis & Larson, 2017;
Gomez, 2015; Nadal et al., 2014). Microaggressions increase mental and physical
health issues (Gattis & Larson, 2017; Nadal et al., 2014), which have long-term
effects on youth of color.
There are other challenges that amplify mental health discrepancies between
people of color and White people. According to the Substance Abuse and Mental
Health Services Administration (2015), 90% of psychologists and mental health
practitioners are from the dominant culture. This leads to cultural misunderstandings,
misdiagnosis, and discrimination that may play a role in mental health disparities
(Gomez, 2015). For example, Black people have an increased likelihood of
misdiagnosis of mental health disorders, and therefore, receive inadequate treatment
(Brown et al., 2019). People of color have an added complication of establishing
trust while receiving mental health services (Brown et al., 2019; Gomez, 2015).
Acknowledgement of the trauma caused by racism, in partnership with effective
mental health systems to address race-related trauma, will result in restoration and
recovery for marginalized communities (Masko, 2005).
Conclusion
The impact of historical racism in the United States, and Minnesota, on people
of color has been evidenced in an academic achievement gap and discipline gap in the
education system from early childhood through twelfth grade (Byrd, 2020; Gorski,
2019; Gregory, Skiba, & Noguera, 2010; Grunwald & Nath, 2019; Guzman, et al.,
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2011; Minnesota Department of Education, 2021a; Minnesota Department of Human
Rights, 2018; U.S. Department of Health and Human Services; Department of
Education, 2014). The long-term consequences of these gaps have been linked to
unemployment, poverty, decreased home ownership, and incarceration (Byrd, 2020;
Henry et al., 2020; Minnesota Department of Corrections, 2020; Minnesota State
Demographic Center, 2017; Nellis, 2016). Further study on the mental health of
students will provide guidance to schools to better serve marginalized populations
(Chao & Green, 2011; Kataoka, Zang, & Wells, 2002; Priest, Perry, Ferdinand,
Paradies, & Kelaher, 2014; Whitaker et al., 2018) and address institutional racism.
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Chapter III: Methodology
Introduction
The purpose of this quantitative study was to examine whether there are
differences in elementary students’ self-reported mental health on the 2019 Minnesota
Student Survey between racial groups.
Application of Theoretical Framework
Critical race theory (CRT) challenges scholars to explore the role race plays in
producing inequitable practices and outcomes in education (Howard & Navarro,
2016; McGee & Stovall, 2015) and contends that racism is institutional and
systematic (Sleeter, 2017). CRT has a goal of exploring the achievement of and
disciplinary actions enforced on marginalized students (Beard, 2018).
Critical race theory examines power structures that perpetuate racial inequities
and addresses inequities by cultivating approaches for transformation (Gomez, 2015;
Kolivoski et al., 2014; Pulliam, 2017). This study applied critical race theory and
considered racial inequities in education systems: measured and documented gaps in
suspensions and expulsions between races (U.S Department of Health and Human
Services; Department of Education, 2014), measured and documented gaps in
academic achievement between races (Grunwald & Nath, 2019), and the
disproportionate racial demographics of educators (Byrd, 2020; Sleeter, 2017). The
valuable voice of marginalized populations is evidenced in the study’s data collection
consisting of self-reported emotional well-being and distress data from racial minority
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students. This study explored how critical race theory influences the mental health of
elementary aged students.
Research Design
This study employed a quantitative research design utilizing secondary data
analysis of the Minnesota Student Survey (Minnesota Department of Education,
2019). The Minnesota Student Survey is administered on a voluntary basis every
three years by all school districts, including public, charter, and tribal schools
(Minnesota Department of Education, 2019). The data from the Minnesota Student
Survey is public through the Minnesota Department of Education.
While the survey was administered to students in Grades 5, 8, 9, and 11, this
study focused on data provided by a population of over 44,000 elementary, Grade
five students. This study focused on self-reported data in the areas of emotional wellbeing/distress and mental health. The survey results were disaggregated by racial
groups including White, Black/African/African-American, American Indian or
Alaskan Native, and Hispanic and Latino/Latina students. Differences between racial
groups were calculated using an ANOVA.
Research Questions and Hypotheses
Overall Question: Are there statistically significant differences in emotional
well-being and distress between elementary White students and students of color?
RQ1) Is there a statistically significant difference in worrying between
elementary White students and students of color?

39

Null hypothesis: There is no statistically significant difference in worrying
between White students and students of color.
Alternate hypothesis: There is a statistically significant difference in worrying
between White students and students of color.
RQ2) Is there a statistically significant difference in feeling sad without
knowing why between elementary White students and students of color?
Null hypothesis: There is no statistically significant difference in feeling sad
without knowing why between White students and students of color.
Alternate hypothesis: There is a statistically significant difference in feeling
sad without knowing why between White students and students of color.
Variables
This study included a secondary analysis of existing data from the 2019
Minnesota Student Survey. The independent variable in this study was race or
ethnicity of the students. Students self-selected race and ethnicity from the following
options provided: American Indian or Alaskan Native, Asian or Asian American,
Black, African or African American, Hispanic or Latino/Latina, Native Hawaiian or
Other Pacific Islander, and White. The dependent variables for this analysis were
self-reported worrying and feeling sad without knowing why. Scales included:
strongly agree, agree, neither agree nor disagree, disagree, and strongly disagree.
Instrumentation and Measures
The Minnesota Department of Education, Minnesota Department of Health,
Minnesota Department of Human Services and Minnesota Department of Public
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Safety have determined survey content, monitored data quality, analyzed data, and
reported results included in the Minnesota Student Survey (MSS) since 1989
(Minnesota Department of Education, 2019). The Minnesota Student Survey research
team reviews the questions and gathers feedback from stakeholders every three years.
The survey is valid and is regarded as the main source for comprehensive data on
youth in Minnesota (Minnesota Department of Education, 2021c). The MSS is
considered the sole consistent data for racial and ethnic groups as it relates to the
health and well-being for youth in Minnesota. This data is used to examine the depth
of disparities among residents, which then informs state, federal, community, and
school funding (Minnesota Department of Education, 2021c).
The Minnesota Student Survey meets both federal and state accessibility and
offers a text to speech option (Minnesota Department of Education, 2019).
Elementary students complete the 57-question survey, answering questions regarding
the following topics: activities, demographics, family and relationships, health,
mental health, risk factors, school, and substance use. This study analyzes questions
in the mental health section of the Minnesota Student Survey (Appendix A).
Minnesota Student Survey data is accessible publicly on the Minnesota Department
of Education website.
School districts voluntarily administer the survey every three years to students
in Grades 5, 8, 9, and 11 in order to identify trends and produce reliable data. The
2019 Minnesota Student Survey was conducted online, in a school setting, with
school staff administering the survey (Minnesota Department of Education, 2019).
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Sampling Design
The sample for this survey was determined by school districts that voluntarily
conducted the survey. In 2019, the Minnesota Department of Education reported that
over 81% of regular, public school districts opted to participate in the Minnesota
Student Survey (Minnesota Department of Education, 2019). Parents or guardians
had the right to opt their child out of the survey and students could discontinue
participation at any time, prior to completion.
The 2019 Minnesota Student Survey was administered to students in Grades
5, 8, 9, and 11 grade students attending public, nonpublic, charter, and tribal schools
in Minnesota. The population of this study includes over 44,000 elementary, fifth
grade students in Minnesota.
Data Collection
Minnesota Student Survey data is publicly accessible on the Minnesota
Department of Education website (https://education.mn.gov/mde/dse/health/mss/).
Survey results are disaggregated by race: White students, Black, African or AfricanAmerican students, Hispanic or Latino/Latina students, and American Indian or
Alaskan Native students.
Data Analysis
Reverse engineering was employed by calculating the mean for each group in
order to calculate the differences in groups using an analysis of variance (ANOVA).
This utilized an F-test to determine if there were statistically significant differences (p
< 0.05) between the means for each group (Muijs, 2011; Patten & Newhart, 2018).
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The researcher analyzed the statistical differences in worrying as self-reported
between elementary White students and students of color as well as statistical
differences in feeling sad and not knowing why as self-reported between elementary
White students and students of color.
Limitations
A limitation of this study was that the Minnesota Student Survey had a limited
number of questions regarding emotional well-being and distress. The survey also
included information self-reported by 10- and 11-year-olds. Students may not have
understood the vocabulary presented in the questions and answer choices. This could
have impacted comprehension. Since the survey was conducted anonymously, it is
anticipated that students responded honestly. Additionally, secondary data was used
and validity and reliability of the data is accepted.
Cultures differ by geographic regions within our country, yet the Minnesota
Student Survey is specific to one state. Findings may not be generalized to other
states or regions. Another limitation exists due to the nature of a survey, which is
specific in responses and is standardized. This does not allow for more complex
perspectives of participants, which would be included in a qualitative survey and
provide further information (Muijs, 2011).
Ethical Considerations
The researcher successfully completed the Collaborative Institutional Training
Initiative (CITI), which included research ethics training. Approval from the advisor
as well as the International Review Board at Bethel University was obtained prior to
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collecting the data needed for this study. The International Review Board required
that research conducted for this study follow the main ethical principles produced
from the Belmont Report (Roberts & Hyatt, 2019): respect for persons, beneficence,
and justice.
Confidentiality was maintained as no identifiable information from the 2019
Minnesota Student Survey is provided to the public on the Minnesota Department of
Education website (Minnesota Department of Education, 2019). Permission for
individual data was not necessary due to data analysis procedures.
The survey entailed informed consent as school districts voluntarily chose to
participate and all parents and guardians were provided notification of the Minnesota
Student Survey in 2019 and were given the option to opt out of the survey. The
survey was conducted online, with the option for text to speech. Both options
provided opportunities for comprehension, an ethical practice.
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Chapter IV: Results
Introduction
The purpose of this quantitative study was to examine whether there were
differences in elementary students’ self-reported mental health on the 2019 Minnesota
Student Survey between racial groups. The researcher analyzed the statistical
differences in worrying as self-reported between elementary White students and
students of color as well as statistical differences in feeling sad and not knowing why
as self-reported between elementary White students and students of color.
Reverse engineering was employed by calculating the mean for each racial
group in order to calculate the differences in groups using an analysis of variance
(ANOVA). This utilized an F-test to determine if there were statistically significant
differences (p < 0.05) between the means for each group (Muijs, 2011; Patten &
Newhart, 2018).
Discussion of Sample
The sample for this survey was determined by school districts that voluntarily
conducted the Minnesota Student Survey. In 2019, the Minnesota Department of
Education reported that over 81% of regular, public school districts opted to
participate in the Minnesota Student Survey (Minnesota Department of Education,
2019). Parents or guardians had the right to opt their child out of the survey and
students could discontinue participation at any time, prior to completion.
The 2019 Minnesota Student Survey was administered to students in Grades
5, 8, 9, and 11 grade students attending public, nonpublic, charter, and tribal schools
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in Minnesota. The population of this study includes over 44,000 elementary, fifth
grade students in Minnesota.
Research Question One and Hypotheses
RQ1) Is there a statistically significant difference in worrying a lot between
elementary White students and students of color?
Null hypothesis: There is no statistically significant difference in worrying a
lot between White students and students of color.
Alternate hypothesis: There is a statistically significant difference in worrying
a lot between White students and students of color.
The null hypothesis was that there is no statistically significant difference in
worrying a lot between elementary White students and students of color. The
alternative hypothesis was that there is a statistically significant difference in
worrying a lot between White students and students of color. Reverse engineering
was conducted by calculating the mean for each group in order to calculate the
differences in groups using an analysis of variance (ANOVA).
The results suggest there is a difference in students' level of worrying a lot
based upon their race/ethnicity, F(4, 43,324) = 42.689, p < .001 (Table 3). The
results of Bonferroni post-hoc tests (Table 4) suggest that there are significant
differences between American Indian/Alaska Native students (M = 3.164, SD =
1.296, n = 2,427) and White students (M = 2.964, SD = 1.236, n = 29,078); between
Asian or Native Hawaiian Pacific Islander students (M = 3.145, SD = 1.220, n =
3,742) and White students; and between Hispanic or Latinx students (M = 3.153, SD
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= 1.247, n = 3,361) and White students. Therefore, the null hypothesis was partially
rejected in favor of the alternative hypothesis: the results suggest that American
Indian/Alaska Native students, Asian or Native Hawaiian Pacific Islander, and
Hispanic or Latinx students have significantly higher levels of worrying a lot
compared to White students. Black or African American students did not have a
significant different level of worrying a lot compared to White students.
Table 3
Analysis of Variance for Worrying a Lot
Cases Sum of Squares
df
Mean Square F
p
η²
Race
266.425
4.000
66.606 42.689 < .001 0.004
Residual
67596.417 43324.000
1.560
Note. Type III Sum of Squares
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Table 4
Bonferroni Post Hoc Comparisons for Worrying a Lot
Mean
Difference
Asian or Native
American Indian or
Hawaiian Pacific
Alaska Native
Islander
Black, African, or
African American
Hispanic or Latinx
White
Asian or Native
Black, African, or
Hawaiian Pacific
African American
Islander
Hispanic or Latinx

t

Cohen's
p bonf
d

0.019 0.033 0.580

0.015 1.000

0.204 0.031 6.546

0.155 < .001

0.011 0.033 0.332
0.200 0.026 7.570

0.009 1.000
0.161 < .001

0.185 0.027 6.780

0.145 < .001

-0.008 0.030

White
Black, African, or
African American

SE

0.181 0.022

Hispanic or Latinx

-0.193 0.028

White

-0.004 0.020

Hispanic or Latinx White
0.189 0.023
Note. Cohen's d does not correct for multiple comparisons.

-0.006 1.000
0.263
8.339 0.147 < .001
-0.149 < .001
6.852
-0.004 1.000
0.227
8.293 0.153 < .001

Research Question Two and Hypotheses
RQ2) Is there a statistically significant difference in the frequency of feeling
sad without knowing why between elementary White students and students of color?
Null hypothesis: There is no statistically significant difference in the
frequency of feeling sad without knowing why between White students and students
of color.
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Alternate hypothesis: There is a statistically significant difference in the
frequency of feeling sad without knowing why between White students and students
of color.
The null hypothesis was that there is no statistically significant difference in
the frequency of feeling sad without knowing why between elementary White
students and students of color. The alternative hypothesis was that there is a
statistically significant difference in feeling sad without knowing why between White
students and students of color. Reverse engineering was conducted by calculating the
mean for each group in order to calculate the differences in groups using an analysis
of variance (ANOVA).
The results suggest there is a difference in the students’ frequency of feeling
sad without knowing why based upon their race/ethnicity, F(4, 41,943) = 24.944, p <
.001 (Table 5). The results of Bonferroni post-hoc tests (Table 6) suggest that there
are significant (p < .001) differences between American Indian/Alaska Native
students (M = 3.133, SD = 1.423, n = 2,367) and White students (M = 2.927, SD =
1.405, n = 27,864); Asian or Native Hawaiian Pacific Islander students (M =
3.145, SD = 1.220, n = 3,742) and White students; and between Hispanic or Latinx
students (M = 3.126, SD = 1.413, n = 3,338) and White students. Therefore, the null
hypothesis was partially rejected in favor of the alternative hypothesis: the results
suggest that American Indian/Alaska Native students, Asian or Native Hawaiian
Pacific Islander, and Hispanic or Latinx students have significantly higher frequency
in feeling sad without knowing why compared to White students. Black or African

49

American students did not have a significant different level of feeling sad without
knowing why compared to White students.
Table 5
Analysis of Variance for Feeling Sad Without Knowing Why
Cases Sum of Squares
df
Mean Square F
p
η²
Race
198.943
4.000
49.736 24.944 < .001 0.002
Residual
83628.562 41943.000
1.994
Note. Type III Sum of Squares
Table 6
Bonferroni Post Hoc Comparisons for Feeling Sad Without Knowing Why
Mean
Difference
Asian or Native
American Indian or
Hawaiian Pacific
Alaska Native
Islander
Black, African, or
African American
Hispanic or Latinx
White
Asian or Native
Black, African, or
Hawaiian Pacific
African American
Islander
Hispanic or Latinx

0.188 0.036 5.275

0.129 < .001

0.007 0.038 0.186
0.205 0.030 6.807

0.005 1.000
0.146 < .001

0.055 0.031 1.777

0.039 0.755

-0.181 0.032

White
0.018 0.022
Hispanic or Latinx White
0.198 0.026
Note. Cohen's d does not correct for multiple comparisons.
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Cohen's
p bonf
d
0.095 0.004

0.073 0.025

Hispanic or Latinx

t

0.133 0.037 3.574

-0.126 0.034

White
Black, African, or
African American

SE

-0.090 0.002
3.727
2.954 0.052 0.031
-0.125 < .001
5.643
0.789 0.012 1.000
7.670 0.141 < .001

Summary of Findings
Table 7
Analysis Results for Worrying a Lot
Hypothesis

Mean Difference

(H1aa) there is a statistically significant
difference in worrying between White
students and American Indian or Alaska
Native students.
(H1ba) there is a statistically significant
difference in worrying between White
students and Asian or Native Hawaiian
Pacific Islander students.
(H1ca) there is not a statistically significant
difference in worrying between White
students and Black, African, or African
American students.
(H1da) there is a statistically significant
difference in worrying between White
students and Hispanic or Latinx students.
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P value
p < 0.05

-0.2
p < 0.05
-0.181
p > 0.05
.004

-0.189

p < 0.05

Table 8
Analysis Results for Feeling Sad Without Knowing Why
Hypothesis

Mean Difference

(H2aa) there is a statistically significant
difference in feeling sad without knowing
why between White students and American
Indian or Alaska Native students.
(H2ba) there is a statistically significant
difference in feeling sad without knowing
why between White students and Asian or
Native Hawaiian Pacific Islander students.
(H2ca) there is not a statistically significant
difference in worrying between White
students and Black, African, or African
American students.
(H2da) there is a statistically significant
difference in feeling sad without knowing
why between White students and Hispanic or
Latinx students.

P value
p < 0.05

-0.206
p < 0.05
-0.073
p > 0.05
-0.018
p < 0.05
-0.199

Table 9
Mean, Standard Deviation, and Number of Responses for Level of Worrying
American Indian or Alaskan Native
Asian or Native Hawaiian Pacific Islander
Black, African, or African American
Hispanic or Latinx
White
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M
3.164
3.145
2.960
3.153
2.964

SD
1.296
1.220
1.328
1.247
1.236

n
2,427
3,742
4,721
3,361
29,078

Table 10
Mean, Standard Deviation, and Number of Responses for Frequency of Feeling Sad
Without Knowing Why
American Indian or Alaskan Native
Asian or Native Hawaiian Pacific Islander
Black, African, or African American
Hispanic or Latinx
White
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M
3.133
3.000
2.945
3.126
2.927

SD
1.423
1.383
1.467
1.413
1.405

n
2,376
3,715
4,655
3,338
27,864

Chapter V: Discussion, Implications, Recommendations
Overview of the Study
The purpose of this quantitative study was to examine whether there are
differences in elementary students’ self-reported mental health on the 2019 Minnesota
Student Survey between racial groups.
The 2019 Minnesota Student Survey was administered to students in grades
five, eight, nine, and 11 who attended public, nonpublic, charter, and tribal schools in
Minnesota. The population of this study included over 44,000 elementary, fifth grade
students in Minnesota.
The researcher analyzed the statistical differences in worrying as self-reported
between elementary White students and students of color as well as statistical
differences in feeling sad and not knowing why as self-reported between elementary
White students and students of color.
Reverse engineering was employed by calculating the mean for each racial
group in order to calculate the differences in groups using an analysis of variance
(ANOVA). This utilized an F-test to determine if there were statistically significant
differences (p < 0.05) between the means for each group (Muijs, 2011; Patten &
Newhart, 2018).
Research Questions
Overall Question: Are there statistically significant differences in
emotional well-being and distress between elementary White students and students of
color?
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RQ1) Is there a statistically significant difference in worrying between
elementary White students and students of color?
RQ2) Is there a statistically significant difference in feeling sad without
knowing why between elementary White students and students of color?
Conclusions
The oppressive aftermath of historical systemic racism for people of color in
the United States is widespread and includes disproportionate education outcomes in
the state of Minnesota. Students of color account for 31% of the population; yet, they
represent 66% of all suspensions and expulsions and are two times more likely to be
suspended or expelled as compared to White students (Minnesota Department of
Human Rights, 2018). Black students are eight times more likely and AmericanIndian students are 10 times more likely to be suspended or expelled than White
students.
In Minnesota, racism has contributed to an academic achievement gap
between White students and students of color (Grunwald & Nath, 2019) as shown in
Table 1 (Minnesota Department of Education, 2021b), which further exacerbates
social inequalities for students of color. Poor academic performance has been
correlated with lower graduation rates (Grunwald & Nath, 2019) illustrated in Table 2
(Minnesota Department of Education, 2021d), higher levels of incarceration
(Minnesota Department of Corrections, 2020; Nellis, 2016), higher rates of poverty
(Federal Interagency Forum on Child and Family Statistics, 2019), and lower access
to mental health care (Gomez, 2015).
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Scholars have determined that racism and discrimination lead to lower selfesteem, threatened well-being, symptoms of depression, behavioral and mental health
problems, and distress (Chao & Green, 2011; Jackson, Yoo, Guevarra, & Harrington,
2012; Masko, 2005; McGee & Stovall, 2015; Wakefield & Hudley, 2007). Barnes
(2019) revealed that families who are of color and have lower socio-economic status
have a higher risk of mental health disorders, conduct issues, and complex trauma.
Additionally, Black and Latinx children have lower rates of access to mental health
services as compared to their White counterparts.
This quantitative study examined whether there are differences in elementary
students’ self-reported mental health on the 2019 Minnesota Student Survey between
racial groups. Researchers have determined that racism negatively impacts mental
health, affecting mental efficacy of students of color (Gomez, 2015; McGee &
Stovall, 2015). Results from the 2019 Minnesota Student Survey align with these
findings, and suggest there is a significant difference in students' level of worrying a
lot based upon their race/ethnicity (Table 3). The results of Bonferroni post-hoc tests
(Table 4) suggest that there are significant differences between American
Indian/Alaska Native students and White students; between Asian or Native Hawaiian
Pacific Islander students and White students; and between Hispanic or Latinx
students and White students. Therefore, the null hypothesis was partially rejected in
favor of the alternative hypothesis: the results suggest that American Indian/Alaska
Native students, Asian or Native Hawaiian Pacific Islander, and Hispanic or Latinx
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students have significantly higher levels of worrying a lot compared to White
students.
Data reflects an academic achievement gap as measured by the Minnesota
Comprehensive Assessments (Grunwald & Nath, 2019) and graduation gap
(Minnesota Department of Education, 2021d) between Black or African American
students and White students in Minnesota. However, this did not align with findings
from the 2019 Minnesota Student Survey in the areas of emotional well-being and
distress. Black or African American students did not have a significant level of
worrying or feeling sad and not knowing why as compared to White students.
Additionally, an academic achievement gap as measured by the Minnesota
Comprehensive Assessments (Minnesota Department of Education, 2021b) or
graduation gap (Minnesota Department of Education, 2021d) did not exist between
Asian or Native Hawaiian Pacific Islander and White students. Yet, there was a
significant difference between these two racial/ethnic groups on the 2019 Minnesota
Student Survey in the areas of emotional well-being and distress where students
identified themselves as worrying a lot and feeling sad and not knowing why.
Implications for Future Practice
Increase educators’ diversity. The demographic population of students in
schools has changed in recent years and will continue to change in years to come
(Byrd, 2020; Howard & Navarro, 2016). According to the National Center for Health
Statistics (2019), the United States experienced an increase from 73.4 million
children in 2018 to 78.2 million in 2050. Of those children, in 2018, 49% were
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children of color and 51% were White. By 2050, children of color are projected to
comprise 61% of the U.S. school-age population and White students are projected to
make up 39%.
With this projection, it is important to consider if the racial demographics of
our educators will shift to align with the increasing number of students of color. The
United States has a disproportionate number of White teachers when compared to the
number of students of color. 51% of students are White (National Health Center for
Statistics, 2019) while 80% of teachers are White (Byrd, 2020; Sleeter, 2017).
The disproportionality of the number of White educators versus the growing
number of students of color needs to be addressed. School districts may develop a
recruitment process in high school to attract teacher candidates of color. One method
includes: mentorship programs, training future teachers, exposing future educators to
teaching areas with shortages, providing support for higher education pathways, and
continued connections throughout higher education programs (Schmitz, Nourse, &
Ross, 2012).
Improve teacher preparation programming. Lack of diversity in the
teaching field is further exacerbated due to the lack of teacher education programs
offering courses that address systemic racism, therefore, promoting White culture
(Sleeter, 2017). Knowing that students as young as six years old are able to identify
the biases of adults (McKown & Weinstein, 2003), it is imperative that educators
acknowledge the repercussions of their biases on student learning, which results in
students being treated differently based on their race (Ferguson, 2003).
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Teacher education programs typically offer a minimal number of classes that
discuss critical topics such as social justice, racism, and culturally responsive
teaching (Sleeter, 2017). In Minnesota, teacher prep programs follow state statutes
for standard effective practice (Standards of Effective Practice for Teachers, 2016).
These statutes state that teachers must understand students’ different learning styles,
while creating learning opportunities that meet students’ diverse backgrounds.
Teachers must also recognize “dehumanizing biases, discrimination, prejudices, and
institutional and personal racism and sexism” (Standards of Effective Practice for
Teachers, 2016).
Effective teachers are culturally competent, implement culturally responsive
teaching practices (Byrd, 2020), and are equity-minded (Gorski, 2019). Culturally
competent educators have awareness that they encourage racism through unconscious
racist acts (Young, 2011). However, it is concerning that some educators believe
racism is perpetuated by individuals, while not acknowledging the role of systems in
racism (Young, 2011).
Teachers are not equipped to address racism in schools (Sleeter, 2017), which
has harmful effects as students who experience racism are shown to have more
mental health issues (Wakefield & Hudley, 2007). Teachers play a vital role in
identifying early signs of mental health needs as 20% of school-aged children display
enough symptoms to justify a formal mental health diagnosis (Powers et al., 2014).
While most teachers feel schools play a role in providing mental health services, only
4% feel they have the skills to support mental health needs and many lack the training
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to identify and refer students for appropriate services. Supporting and identifying
mental health needs in schools has broad outcomes, as proper identification and
appropriate services align with academic success (Powers et al., 2014). Researchers
show that students who demonstrate mental health risks perform lower on
standardized academic achievement tests compared to students who do not have
mental health risks (Masko, 2005).
Identify and address implicit bias. Implicit bias is a part of critical race
theory, recognizing that people of color regularly encounter biased responses (Brown
et al., 2019) and these biases are often unconscious (Chin, Quinn, Dhaliwal, &
Lovison, 2020). In the United States, adults tend to have implicit biases in favor of
Whites over Blacks (Smolkowski, Girvin, McIntosh, Nese, & Horner, 2016).
Gorski (2019) urged the interruption of biased thinking which is used to
justify “our failure to create racially just schools” (p. 58). Teachers’ expectations of
students differ based on the student’s race (Warikoo, Sinclair, Fei, & Jacoby-Senghor,
2016). Educators with greater levels of racial bias are less likely to develop mutual
respect in their classrooms (Chin, Quinn, Dhaliwal, & Lovison, 2020), impacting
student learning (Ferguson, 2003; Tenenbaum & Ruck, 2007). Teachers
unintentionally promote racist outcomes in education, leading to racially biased
educational systems (Toldson, 2020).
Implicit bias impacts teachers’ beliefs about which students will be most
disrespectful, resulting in disproportionate disciplinary outcomes (Girvan, Gion,
McIntosh, & Smolkowski, 2016). Students of color regularly receive disciplinary
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action for subjective behaviors such as being disrespectful, whereas White students
often receive disciplinary action for objective behaviors such as fighting (Skiba,
Michael, Nardo, & Peterson, 2002; Smolkowski, Girvin, McIntosh, Nese, & Horner,
2016). Disciplinary disparities result in students being less likely to adhere to
behavioral expectations, lower student engagement, additional disciplinary write-ups,
and dropping out of high school. School systems frequently examine the shifting of
student behaviors and survival strategies, rather than examining inequitable systemic
practices and policies, as well as educators’ biases (Gorski, 2019).
Implicit bias extends into institutionalized policies and biased practices
resulting in trauma for minority children. These harmful biased policies and
practices, correlating to trauma, result in increased rates of suicide for children of
color (Powers et al., 2014). Implicit bias fosters structural inequities in marginalized
communities, which lead to high rates of criminal offenses and arrest (Nellis, 2016).
Recommendations for Future Research
This study included data from the Minnesota Student Survey as well the
Minnesota Comprehensive Assessments from 2019. Since then, Minnesota has
experienced two major events which have impacted marginalized communities: a
global pandemic and the murder of George Floyd. To contextualize the impact of the
crisis, future studies could explore the differences between racial groups in
elementary students’ self-reported mental health on the 2022 Minnesota Student
Survey and possibly include data from the 2020, 2021 and 2022 Minnesota
Comprehensive Assessments for fifth grade students.
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Future research could include a qualitative study that provides an opportunity
for “exploring and understanding the meaning individuals or groups ascribe to a
social or human problem” (Creswell & Creswell, 2018, p. 4) such as the long-term
effects and complexities of institutional racism in the education system. By
conducting a qualitative study, researchers would gain a comprehensive
understanding of the lived educational experiences of minority students. Additionally,
a quantitative study could be conducted to determine the impact of online learning for
students of color as it relates to both emotional well-being and trauma.
Another area for further study could include the use of more robust
instruments. While the Minnesota Student Survey was valid and reliable. A survey
could be created and administered to exclusively measure mental health, which would
provide additional information on factors that contribute to poor mental health in
elementary students.
Finally, this study focuses solely on elementary students. A future study
could include middle school and high school students. This would reveal findings
that compare and contrast students spanning from preschool to twelfth grade, while
providing information related to potential disproportionate outcomes throughout the
entire educational career.
Concluding Comments
The detrimental impact of racism on people of color is evident through the
findings and previous research in this study. Results revealed there are statistically
significant differences in the students’ frequency of worrying a lot, as well as feeling
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sad and not knowing why between elementary White students and students of color.
Given the recent traumatic events of the murder of George Floyd with continued
racial tensions and the pandemic, further research is needed to understand the impact
of systemic racism on elementary-aged students of color.
Historical systemic racism in the United States and Minnesota has led to
achievement gaps (Grunwald & Nath, 2019), higher levels of incarceration
(Minnesota Department of Corrections, 2020; Nellis, 2016) and rates of poverty
(Federal Interagency Forum on Child and Family Statistics, 2019), and lower access
to mental health care (Gomez, 2015) for people of color. Dismantling systemic
racism and implicit bias within educational settings is necessary to have needed, longterm outcomes in our greater society.

63

References
Ausdale, D. V., & Feagin, J. R. (2001). The first R: How children learn race and
racism. Lanham, MD: Rowman and Littlefield Publishers.
Banales, J., Marchand, A., Skinner, O., Anyiwo, N., Rowley, S., & Kurtz-Costes, B.
(2019). Black adolescents’ critical reflection development: Parents’ racial
socialization and attributions about race achievement gaps. Journal of
Research on Adolescence, 20 (s2), 403-417. doi:10.1111./jora.12485
Barnes, T. N. (2019). Changing the landscape of social emotional learning in urban
schools: What are we currently focusing on and where do we go from
here? The Urban Review, 51(4), 599–637. doi: 10.1007/s11256-019-00534-1
Beard, K. S. (2018). Getting on track: Aligning the achievement gap conversation
with ethical educational practice. International Journal of Leadership in
Education, 22(1), 30-54. doi:10.1081/13603124.2018.1503821
Becares, L., Nazroo, J., & Kelly, Y. (2015). A longitudinal examination of maternal,
family, and area-level experiences of racism on children’s socioemotional
development: Patterns and possible explanations. Social Science & Medicine,
142, 128-135. doi.org/10.1016/j.socscimed.2015.08.025
Berman, G., & Paradies, Y. (2010). Racism, disadvantage and multiculturalism:
Towards effective anti-racist praxis. Ethnic & Racial Studies, 33(2), 214–232.
Bitler, M. P., Hoynes, H. W., & Domina, T. (2014, August). Experimental
evidence on distributional effects of Head Start (NBER Working Paper
20434). Washington, DC: National Bureau of Education Research.

64

Blitz, L. (2016). Building culturally responsive trauma-informed schools: Laying the
foundation with school personnel. In AERA Online Paper Repository.
Brown, S., Davis, M. D., Hernandez, J., & Ming, M. (2019). Dehumanization of
children of color: Schooling and the recent, rapid rise in black children’s
suicide rates. Planning and Changing, 49, 2-19.
Bureau of Justice Statistics. (2015). Prisoners in 2014. Retrieved from
https://www.bjs.gov/content/pub/pdf/p14_Summary.pdf
Byrd, M. (2020). Capitalizing on differences: Keys to unlocking the achievement gap.
Multicultural Learning and Teaching, 15(2), 1-10. doi: 10.1515/mlt-20190003
Chin, M. J., Quinn, D. M., Dhaliwal, T. K., & Lovison, V. S. (2020). Bias in the air:
A nationwide exploration of teachers’ implicit racial attitudes, aggregate bias,
and student outcomes. Educational Researcher, 49(8), 566-578. doi.
10.3102/0013189X20937240
Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative,
and mixed methods approaches. (5th ed.). Thousand Oaks, CA: Sage.
DeLisi, M., Alcala, J., Kusow, A., Hochstetler, A., Heiregs, M., Caudill, J., Trulson,
C., & Baglivio, M. (2017). Adverse childhood experiences, commitment,
offense, and race/ethnicity: Are the effects crime-race, and ethnicity-specific?
International Journal of Environment Research and Public Health, 14, 1-12.
doi: 10.3390/ijerph14030331
Fagan, A. A. & Novak, A. (2018). Adverse childhood experiences and adolescent

65

delinquency in a high-risk sample: A comparison of white and black youth.
Youth Violence and Juvenile Justice, 16(4), 395-417. doi:
10.1177/1541204017735568
Federal Interagency Forum on Child and Family Statistics. (2019). America’s
children: Key national indicators of well-being, 2019. National Center for
Health Statistics. Retrieved
from https://www.childstats.gov/pdf/ac2019/ac_19.pdf
Ferguson, A. A. (2000). Bad boys: Public school and the making of Black
masculinity. Ann Arbor, MI: University of Michigan Press.
Ferguson, R.F. (2003). Teachers’ perceptions and expectations and the black-white
test score gap. Urban Education, 38, 460-507.
Garo, L., Allen-Handy, A., & Lewis, C. W. (2018). Race, poverty, and violence
exposure: A critical spatial analysis of African American trauma vulnerability
and educational outcomes in Charlotte, North Carolina. The Journal of Negro
Education, 87, 246-269. doi: 10.7709/jnegroeducation.87.3.0246
Gattis, M., & Larson, A. (2017). Perceived microaggressions and mental health in a
sample of black youths experiencing homelessness. Social Work Research,
41(1), 7-17. doi: 10.1093/swr/svw030.
Gee, G. C., Walsemann, K. M., & Brondolo, E. (2012). A life course perspective on
how racism may be related to mental health inequalities. American Journal of
Public Health, 102, 967-97.
Gilliam, W. S., & Shahar, G. (2006). Pre-kindergarten expulsion and suspension:

66

Rates and predictors in one state. Infants and Young Children, 19(3), 228-245.
Girvan, E. J., Gion, C., McIntosh, K., & Smolkowski, K. (2017). The relative
contribution of subjective office referrals to racial disproportionality in school
discipline. School Psychology Quarterly, 32(3), 392–404.
doi:10.1037/spq0000178
Gomez, J. (2015). Microagressions and enduring mental health disparity. Journal of
Black Psychology, 41(2), 121-143. doi: 10.1177/0095798413514608
Gorski, P. (2019, April). Avoiding equity racial detours. Educational Leadership, 5661.
Gregory, A., Skiba, R. J., & Noguera, P. A. (2010). The achievement gap and the
discipline gap: Two sides of the same coin? Educational Researcher, 39(1),
59-68.
Grissom, J. A., & Redding, C. (2016). Discretion and disproportionality: Explaining
the underrepresentation of high-achieving students of color in gifted
programs. AERA Open, 2(1), 1-25.
Grunwald, R., & Nath, A. (2019). A statewide crisis: Minnesota’s education
achievement gaps. Retrieved from
https://www.minneapolisfed.org/policy/education-achievement-gaps
Guzman, M. P., Jellinek, M., George, M., Hartley, M., Squicciaraini, A. M.,
Canenguez, … Murphy, J. M. (2011). Mental health matters in elementary
schools. European Child & Adolescent Psychiatry, 20, 401-411. doi:
10.1007/s00787-011-0191-3

67

Hajek, C., Barker, V., Giles, H., Makoni, S., Pecchioni, L., Louw-Potgieter, J., &
Myers, P. (2006). Communicative dynamics of police-civilian encounters:
South African and American interethnic data. Journal of Intercultural
Communication Research, 35, 161-182.
https://doi.org/10.1080/17475750601026909
Henry, D. A., Cortes, L. B., & Vortuba- Drzal, L. (2020). Black-white achievement
gaps differ by family socioeconomic status from early childhood through early
adolescence. Journal of Educational Psychology, 112(8), 1471-1489. doi:
10.1037/edu0000-439
Hertel, R., & Johnson, M. M. (2013). Supporting and educating traumatized students:
A guide for school-based professionals. New York, NY: Oxford University
Press
Howard, T. & Navarro, O. (2016). Critical race theory 20 years later: Where do we go
From here? Urban Education, 51(3), 253-273. doi:
10.1177/0042085915622541
Institute of Medicine. (2006). Improving the quality of health care for mental and
substance-use conditions: Quality chasm series. Committee on Crossing the
Quality Chasm: Adaptation to Mental Health and Addictive Disorders, Board
on Health Care Services. Washington, DC: The National Academies Press.
Jackson, K. F., Yoo, H. C., Guevarra, R., & Harrington, B. A. (2012). Role of identity

68

Integration on the relationship between perceived racial discrimination and
psychological adjustment of multiracial people. Journal of Counseling
Psychology, 59(2), 240–250. doi: 10.1037/a0027639
Jimenez, M. E., Wade, R., Lin, Y., Morrow, L. M., & Reichman, N. E. (2016).
Adverse experiences in early childhood and kindergarten outcomes.
Pediatrics, 137(2), 1-9. doi: 10.1542/peds.2015-1839
Kataoka, S. H., Zhang, L., & Wells, K. B. (2002). Unmet need for mental health care
Among U.S. children. The American Journal of Psychiatry, 159(9), 15481555. doi:10.1176.appi.ajp.159.9.1548
Kessler, R., Berglund, P., Demler, O., Robert, J., Merikangas, K., & Walters, E.
(2005). Lifetime prevalence and age-of-onset distributions of DSM-IV
disorders in the national comorbidity survey replication. National Library of
Medicine, 62(6), 593-602. doi:10.1001/archpsyc/62/6/593
Kolivoski, K. M., Weaver, A., & Constance-Huggins, M. (2014). Critical race theory:
Opportunities for application in social work practice and policy. Families in
Society: The Journal of Contemporary Social Services, 95(4), 269-276.
LaBrenz, C. A., O’Gara, J. L., Panisch, L. S., Baiden, P., & Larkin, H. (2020).
Adverse Childhood experiences and mental and physical health disparities:
The moderating effect of race and implications for social work. Social work in
Health Care, 59(8), 588-614. doi:10.1080/00981389.2020.1823547
Masko, A. L. (2005). “I think about it all the time”: A 12-year old girl’s internal
crisis with racism and the effects on her mental health. The Urban Review,

69

37(4), 329-350. doi:10.1007/s11256-005-0014-2
McCargo, A., & Strochak, S. (2018). Mapping the black ownership gap. District of
Columbia:Urban Institute. Retrieved from
https://www.urban.org/urban-wire/mapping-black-homeownership-gap
McCarthy, P. B., & Morote, E. (2009). The link between investment in early
childhood preschools and high school graduation rates for African American
males in the United States of America. Contemporary Issues in Early
Childhood, 10(3), 232-239.
McGee, E. O., & Stovall, D. (2015). Reimagining critical race theory in education:
Mental health, healing, and the pathway to liberatory praxis. Educational
Theory, 65(5), 491–511. doi: 10.1111/edth.12129
McKown, C., & Weinstein, R. S. (2003). The development and consequences of
stereotype consciousness in middle childhood. Child Development, 74(2),
498-515. https://doi. org/10.1016/j.jsp.2007.05.001
Merriam Webster (2021). Dictionary. Retrieved from
https://www.merriam-webster.com/dictionary/racism
Minnesota Department of Corrections. (2020). Adult prison population summary.
Retrieved from
https://mn.gov/doc/assets/Adult%20Prison%20Population%20Summary%201
-1-2020_tcm1089-418232.pdf
Minnesota Department of Education. (2019). Minnesota student survey reports 20132019. Roseville, MN: Minnesota Department of Education. Retrieved from

70

https://public.education.mn.gov/MDEAnalytics/DataTopic.jsp?TOPICID=242
Minnesota Department of Education. (2020a). Distance learning feedback groups
report results brief. Roseville, MN: Minnesota Department of Education.
Retrieved from
https://education.mn.gov/MDE/dse/health/covid19/publicEng/
Minnesota Department of Education. (2020b). 2020-21 Planning guidance for
Minnesota public schools. Roseville, MN: Minnesota Department of
Education. Retrieved from
https://education.mn.gov/MDE/dse/health/covid19/
Minnesota Department of Education. (2021a). Discipline Incident Reporting System.
Retrieved from
https://education.mn.gov/MDE/dse/datasub/DiscIncReport/index.html
Minnesota Department of Education. (2021b). Minnesota report card. Roseville, MN:
Minnesota Department of Education. Retrieved from
https://rc.education.mn.gov/#assessmentsParticipation/orgId-999999000000__groupType--state__test--allAccount__subject-M__accountabilityFlg--Y__year--trend__grade--all__p--23
Minnesota Department of Education. (2021c). Minnesota Student Survey. Roseville,
MN: Minnesota Department of Education. Retrieved from
https://education.mn.gov/MDE/dse/health/mss/index.htm
Minnesota Department of Education. (2021d). Statewide graduation rate reaches
another historic high for class of 2020, dropouts decrease while gaps remain.

71

Roseville, MN: Minnesota Department of Education. Retrieved from
https://content.govdelivery.com/accounts/MNMDE/bulletins/2e3574d?reqfro
m=share
Minnesota Department of Human Rights. (2018). Minnesota department of human
rights finds suspension and expulsion disparities in school districts across the
state. Roseville, MN: Minnesota Department of Education. Retrieved from
https://content.govdelivery.com/attachments/MNDHR/2018/03/02/file_attach
ments/967458/MDHR%2BSuspensions%2BDisparities%2BNews%2BReleas
e%2B3.2.18.pdf
Minnesota State Demographic Center. (2017). 2017 American community survey.
Retrieved from https://mn.gov/admin/demography/news/annual-statewidesummary/2017-acs-release.jsp
Mitchell, O. (2005). A meta-analysis of race and sentencing research: Exploring the
inconsistencies. Journal of Quantitative Criminology, 21, 439-466.
https://doi.org/10.1007/s10940-005-7362-7
Mitchell, J. J., Reason, R. D., & Finley, A. (2019). Diverse students’ mental health:
Influence of civic learning dimensions of campus climate. Journal of Student
Affairs Research and Practice, 56(5), 506-519.
Morris, E. W., & Perry, B. L. (2016). The punishment gap: School suspension and
racial disparities in achievement. Social Problems, 63, 68-86.
Morris, J. E., Cribb Fabersunne, C., Scott, N., & Saldaña, F. (2018). Teaching to undo
Structural racism. Medical Education, 52(5), 552–553.

72

doi:10.1111/medu.13550
Mosley-Johnson, E., Garacci, E., Wagner, N., Mendez, C., Williams, J.S., & Egede,
L.E. (2018). Assessing the relationship between adverse childhood
experiences and life satisfaction, psychological well-being, and social wellbeing: United States longitudinal cohort-1995-2014. Quality of Life Research,
(28), 907-914. doi: 10.1007/s11136-018-2054-6
Muijs, D. (2011). Doing quantitative research in education with SPSS. Thousand
Oaks, CA: SAGE.
NAACP (2021). Criminal justice fact sheet. Retrieved from
https://www.naacp.org/criminal-justice-fact-sheet/
Nadal, K., Griffin, K., Wong, Y., Hamit, S., & Rasmus, M. (2014). The impact of
microagressions on mental health. Journal of Counseling & Development, 92,
57-66. doi: 10.1002/j.1556-6676.2014.00130.x
National Center for Education Statistics. (2001). Dropping out and disabilities.
Retrieved from https://nces.ed.gov/pubs/dp95/97473-6.asp.
National Center for Education Statistics. (2021). Interpreting NAEP Math Results.
Retrieved from
https://nces.ed.gov/nationsreportcard/mathematics/interpret_results.aspx#repo
rting
National Research Council and Institute of Medicine. (2009). Preventing mental,
emotional and behavioral disorders among young people. Retrieved from

73

https://www.nap.edu/catalog/12480/preventing-mental-emotional-andbehavioral- disorders-among-young-people-progress
Nellis, A. (2016). The color of injustice: Racial and ethnic disparity in state prisons.
Washington DC: The Sentencing Project.
Newman, L., Wagner, M., Cameto, R., Knokey, A.M., & Shaver, D. (2010).
Comparisons across time of the outcomes of youth with disabilities up to four
years after high school. A report of findings from the National Longitudinal
Transition Study (NLTS) and the National Longitudinal Transition Study-2
(NLTS2). (NCSER 2010-3008). Mento Park, CA; SRI international.
Park, I. J. K., Wang, L., Williams, D. R., & Alegría, M. (2017). Does anger regulation
Mediate the discrimination-mental health link among Mexican-origin
adolescents? A longitudinal mediation analysis using multilevel
modeling. Developmental Psychology, 53(2), 340–352. doi:
10.1037/dev0000235
Patten, M. L. & Newhart, M. (2018). Understanding research methods: An overview
of the essentials. (10th ed.). Glendale, CA: Pyrczak Publishing.
Phillips, C. (2010). Institutional racism and ethnic inequalities: An expanded
Multilevel framework. Journal of Social Policy, 40(1), 173-192.
doi.org/10.1017/S0047279410000565
Powers, J., Wegmann, K., Blackman, K., & Swick, C. (2014). Increasing awareness
of child mental health issues among elementary school staff. Families in
Society: The Journal of Contemporary Social Services, 95(1), 43-50. doi:

74

10.1606/1044-3894.2014.95.6
Priest, N., Paradies, Y., Trenerry, B., Truong, M., Karlsen, S., & Kelly, Y. (2012). A
systematic review of studies examining the relationship between reported
racism and health and wellbeing for children and young people. Social
Science and Medicine, 95, 115-127. doi.org/10.1016/j.socscimed.2012.11.031
Priest, N., Perry, R., Ferdinand, A., Paradies, Y. & Kelaher. (2014). Experiences of
racism, racial/ethnic attitudes, motivated fairness and mental health outcomes
among primary and secondary school students. J Youth Adolescence, 43,
1672-1678. doi:10.1007/s10964-014-1040-9
Pulliam, R. M. (2017). Practical application of critical race theory: A social justice
course design. Journal of Social Work Education, 53(3), 414-423.
Roberts, C.M. (2010). The dissertation journey: A practical and comprehensive
guide to planning, writing, and defending your dissertation (2nd ed.).
Thousand Oaks, CA: Corwin Press.
Ross, T., Kena, G., Rathbun, A., Kewal Ramani, A., Zhang, J., Kristapovich, P., &
Manning, E. (2012). Higher education: Gaps in access and persistence study.
Statistical analysis report (NCES 2012-046). National Center for Education
Statistics. Retrieved from https://nces.ed.gov/pubs2012/2012046.pdf
Sáenz, V. B., & Ponjuan, L. (2011). Men of color: Ensuring the academic success of
Latino males in higher education. In Institute for Higher Education Policy
Institute website. Retrieved from

75

http://www.ihep.org/assets/files/publications/mr/(Brief)_Men_of_Color_Latin
os.pdf
Schmitz, S. A., Nourse, S. W., & Ross, M. E. (2012). Increasing teacher diversity:
growing your own through partnerships. Education (Chula Vista), 133(1), 181–
187.

Shah, N. & Coles, J.A. (2020). Preparing teachers to notice race in classrooms:
Contextualizing the competencies of preservice teachers with antiracist
inclinations. Journal of Teacher Education, 71(5), 584-599. doi:
10.1177/0022487119900204
Skiba, R. J., Michael, R. S., Nardo, A. C., & Peterson, R. L. (2002). The color of
discipline: Sources of racial and gender disproportionality in school
punishment. The Urban Review, 34(4), 317-342
Skobba, K. (2013). Understanding homeownership disparities among racial and
ethnic groups. Minnesota: Minnesota Homeownership Center.
Slack, K. S., Font, S. A., & Jones, J. (2016). The complex interplay of adverse
childhood experiences, race and income. National Association of Social
Workers, 24-29. doi: 10.1093/hsw/hlw059
Sleeter, C. (2017). Critical race theory and the whiteness of teacher education. Urban
Education,52(2), 155-169. doi: 10.1177/004085916668957
Smolkowski, K., Girvin, E. J., McIntosh, K., Nese, R. N., & Horner, R. H. (2016).
Vulnerable decision points for disproportionate office discipline referrals:
Comparisons of discipline for African American and White elementary school

76

students. Behavioral Disorders, 41(4), 178-195.
Standards of Effective Practice for Teachers, State of Minnesota § 8710.2000 (2016).
Retrieved from https://www.revisor.mn.gov/rules/8710.2000/
Substance Abuse and Mental Health Services Administration. (2015). Racial/ethnic
differences in mental health service use among adults (Publication No. SMA15-4906). Substance Abuse and Mental Health Services Administration.
Retrieved from
https://www.integration.samhsa.gov/MHServicesUseAmongAdults.pdf
Tenenbaum, H.R., & Ruck, M.D. (2007). Are teachers’ expectations different for
racial minority than for European American students? A meta-analysis.
Journal of Educational Psychology, 99, 253-273.
Toldson, I. (2020). Transdisciplinary convergence to accelerate strategies to mitigate
Institutional racism in criminal justice, education, and health systems. The
Journal of Negro Education, 89(1), 1-7.
United States Census Bureau. (2019). Quick facts Minnesota. Retrieved from
https://www.census.gov/quickfacts/MN
U.S. Department of Education (2004). A-Z index glossary of terms. Retrieved from
http://www2.ed.gov/nclb/index/az/glossary.html?src=az#2
U.S. Department of Health and Human Services; Department of Education.
(2014). Policy statement of expulsion and suspension policies in early
childhood settings. In US Department of Health and Human Services. US
Department of Health and Human Services.

77

Wakefield, W. D., & Hudley, C. (2007). Ethnic and racial identity and adolescent
well-being. Theory Into Practice: Adolescent Mental Health, 46(2), 147–154.
doi:10.1080/00405840701233099
Warikoo, N., Sinclair, S., Fei, J., & Jacoby-Senghor, D. (2016). Examining racial bias in
education: A new approach. Educational Researcher, 45(9), 508–514. doi:
10.3102/0013189X16683408

Whitaker, K., Nicodomis, S., Pullman, M. D., Duong, M. T, Bruns, E. J., Wasse, J.
K., & Lyon, A. R. (2018). Predictors of disparities in access and retention in
school-based mental health services. School Mental Health, 10(2), 111–121.
Wilkins, J., & Williams Bost, L. (2015). Re-engaging school dropouts with emotional
and behavioral disorders. The Phi Delta Kappan, 96 (4), 52-56.
Young, E. (2011). The four personaes of racism: Educators (mis)understanding of
individual vs. systemic racism. Urban Education, 46(6). 1433-1460.
doi:10.1177/0042085911413145
Zare, M., Narayan, M., Lasway, A., Kitsantas, P., Wojtusiak, J., & Oetjen, C. (2018).
Influences of adverse childhood experiences on anxiety and depression in
children aged 6 to 11 years. Continuing Nursing Education, 44(6), 267-287.

78

Appendix A
Minnesota Student Survey Mental Health Questions
Emotional Well-Being and Distress
Grade
Five

Category
Mental Health

Report
Emotional
Well-Being
and Distress
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Question
Thinking back
the last 30
days, how
much do you
agree or
disagree:
I worry a lot?
Thinking back
the last 30
days, how
much do you
agree or
disagree:
I sometimes
feel sad
without
knowing why?

Response
Strongly
agree, agree,
neither agree
or disagree,
disagree,
strongly
disagree
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